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 Abstract: This research intends to advance the under-
standing of the university teacher-student relationship 
in the context of teachers’ market orientation with 
the aim to improve students’ performance. Thus, the 
study is articulated on three axes: the students’ per-
formance approach, the relationship among diverse 
aspects of teachers, and, fi nally, the effect of these 
aspects on students’ performance. The results gained 
from a sample of 45 teachers and 932 students show 
that teachers’ student orientation infl uences perceived 
learning and student satisfaction. Other interesting re-
sults are also attained that lead to certain conclusions 
and implications.
Keywords: Teachers’ orientation, Student orienta-
tion, Burnout/engagement, University teachers and 
students, SEM, Multilevel models. 
Resumen: Este estudio pretende avanzar en la com-
prensión de la relación entre el profesor y el estudiante 
universitario con el objetivo de mejorar el rendimiento 
de los estudiantes. Se articula sobre tres ejes: el enfo-
que de rendimiento del estudiante, la relación entre 
diversos aspectos del profesor y, fi nalmente, el efecto 
de estos aspectos sobre el rendimiento del estudiante. 
Los resultados obtenidos de una muestra de 45 profe-
sores y 932 estudiantes muestran que la orientación 
al estudiante por parte del profesor afecta al apren-
dizaje percibido y a la satisfacción del estudiante. Se 
alcanzan otros interesantes resultados que permiten 
establecer ciertas conclusiones e implicaciones.
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INTRODUCTION
T here is a solid research in the fi eld of motivation of exploring how teachers’ beliefs, and the resultant instructional contexts, support students’ motiva-tion and learning (Summers, Davis and Hoy, 2017). Educators and learn-
ing environments are perceived to be most effective when students are proactive 
and engaged (Costa, Cardoso, Lima, Ferreira and Abrantes, 2015). In this situa-
tion, and according to de Vries and Ibarra (2004), for decades, universities have 
discussed how power is distributed regarding the participation of various internal 
and external actors in decision making. At the same time, as Ackerman and Hu 
(2011) state, it has been an ongoing discussion on whether marketing educators 
should customize their teaching activities based on the learning styles found in 
their classes recently.
In this context, the interest of this research lies in analysing the role of teacher 
performance and student satisfaction and trying to move forward on several lines. 
First, it tries to explain students’ academic performance using variables related to 
the students themselves (their orientation in the classroom and their perceived 
self-effi cacy). Second, it addresses the relationship between teacher orientation 
(MO), burnout syndrome (BO), and the degree of engagement (E) in the work of 
teaching. Finally, it studies the effect of these three teacher variables on a student 
performance model. So, with a sample of 45 teachers and 932 students in a Faculty 
of Economics, a study was carried out. SEM and multilevel analysis were used to 
test the hypotheses stated.
THEORETICAL FOUNDATION. TEACHER’ AND STUDENTS’ ACHIEVEMENT
Teachers
If the nature of knowledge is modifi ed to that of a fl uid substance that grows ex-
ponentially and changes its strategy and dynamics rapidly, our relationship with 
it must grow and change accordingly (Mateo and Vlachopoulos, 2013). Thus, the 
dominant position of proper education in the last century is followed by pedagogi-
cal approaches with competent management in the current model. In this context, 
the need to collect information on what is happening in the educational setting, 
disseminate it, and respond with the aim of providing added value compared with 
other educational institutions is underlined, that is, market-driven. However, it is 
not unusual to fi nd studies that the focus of attention is on teachers and on how 
the process of teaching and learning is handled in the current context. But training 
and qualifi cations of human capital in any organization are two of the key factors in 
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the successful implementation of its strategies (Flavián and Lozano, 2003). Thus, 
it could be understood that the teaching staff is a key to the implementation of a 
student-oriented, market-oriented approach (MO).
Students’ performance
One of the aims of teachers and the university system is to improve student perfor-
mance. This paper defends the proposal by Fenollar, Cuestas and Román (2008, p. 
9), who considered “academic performance beyond traditional score or note, extend-
ing it to other qualitative variables such as perceived and expected learning note”. 
Therefore, student achievement can be approximated from a qualitative point of 
view by the following two variables: the expected and the perceived learning. In the 
present investigation, Fenollar et al.’s (2008) proposed model is extended, widening 
the fi eld of study not only to university students in marketing, but to any students 
in economics, and an additional variable, the overall student satisfaction, is included. 
For this, we turn to the cognitive theory of motivation, achievement, and self-effi ca-
cy to explain the academic performance of students. With this model, it is possible to 
check whether the effect of self-effi cacy on academic performance is direct or medi-
ated by orientations or motivations (or even both).
1. Self-effi cacy and effects
Caballero (2006) stated that the perceptions of students about their own self-effi -
cacy have become a fundamental requirement for successful development actions 
in pursuit of personal goals. According to Usher and Pajares (2006), a high level of 
academic self-effi cacy may cause a student to show more interest in academic work, 
propose more ambitious targets, cope with diffi culties, and accept academic chal-
lenges when facing greater competition. In this regard, previous studies have shown 
that self-effi cacy has a positive effect on learning orientation (e.g. Sullivan, War and 
Hsieh, 2007). Similarly, it can be expected that lower levels of self-effi cacy will trans-
late into a greater focus on preventing tasks, as the student will feel worse about his 
or her ability to undertake these academic tasks effectively (Sullivan et al., 2007).
This relationship is not as obvious when it comes to the result orientation. 
Those with high academic self-effi cacy feel confi dent in their ability to cope with 
diffi culties and are also more optimistic (Pajares, 1996). These students do need 
not need to demonstrate an assumed ability (Fenollar et al. 2008). On this line, 
authors like Pajares, Hartley and Valiante (2001) found no signifi cant relationship 
between the two concepts, but other authors yes (e.g. Gao and Xiang, 2007). Simi-
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larly, Phillips and Gully (1997) found that, as perceived by the student, self-effi cacy 
is positively related to the learning orientation, yet this relationship is negative 
relative to the orientation result. Therefore, we pose the following hypothesis:
 
Hypothesis 1 a-c. Perceived academic self-effi cacy by students has (a) a positive 
effect on their learning orientation, (b) a negative effect on their performance 
goal orientation, and (c) a negative effect on their work avoidance orientation.
As noted, a student with low self-effi cacy will also have a low yield and probably 
avoid participating in the assigned activities (Knight, 2007). However, a student 
with high self-effi cacy is more committed to the activity assigned and will show 
greater persistence and, therefore, greater academic satisfaction, that is, the self-ef-
fi cacy that the student perceives himself also infl uences his academic performance. 
Thus, we establish the following hypothesis:
Hypothesis 2 a-b. Perceived self-effi cacy by students has a positive effect (a) on 
their perceived learning and (b) on their expected grade.
2. Orientations/motivations and effects
Students who have a learning orientation show an effort of continuous learning 
and greater perseverance in the study because they have a greater desire to enhance 
their competence and increase their knowledge (Murphy and Alexander, 2000, p. 
28). Although some studies have not obtained a signifi cant effect of learning ori-
entation on academic performance, a considerable number of others have done so 
(e.g. Fenollar et al., 2008). We therefore expect a positive and signifi cant relation-
ship between the two concepts. 
Hypothesis 3 a-b. Students’ orientation towards learning has a positive effect on 
(a) their perceived learning and (b) their expected grade.
On the other hand, performance goal orientation arises when the individual is con-
cerned primarily about attaining positive results to show his or her ability to oth-
ers, regardless of the activities carried out to achieve those goals. In the educational 
fi eld, although several studies have found a signifi cant effect, others have not (e.g. 
Elliot, Shell, Henry and Maier, 2005). However, overall, a positive and direct effect 
of orientation on the performance outcome expected by the student (in terms of 
perceived learning and expected grade) should be articulated. Therefore:
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Hypothesis 4 a-b. The performance goal orientation has a positive effect on (a) 
students’ perceived learning and (b) students’ expected grade.
Finally, students who show work avoidance orientation attempt academic tasks 
with the least possible effort to avoid negative consequences, such as academic 
failure. For example, a disposition to avoid tasks has been shown to be associated 
with low academic performance (Nurmi, Onatsu and Haavisto, 1995). In view of 
the foregoing, the following hypothesis arises:
Hypothesis 5 a-b. The work avoidance orientation has a negative effect (a) on 
students’ perceived learning and (b) on students’ expected grade.
3. Perceived learning and its effects
It can be considered that teaching is effective if it can improve student outcomes 
after a period of instruction and in a manner consistent with the educational ob-
jectives (Marsh, 1987). In this regard, one of the accepted criteria for evaluating 
the effectiveness of the student is learning (Marsh, 1987). Furthermore, the effec-
tiveness of teaching refers to the ability to modify the knowledge and skills of the 
student in a given time period (Fenollar et al., 2008). On this line, Olivares (2001) 
found that perceived learning is positively related to the expected grade of the stu-
dent. Accordingly, the following hypothesis arises:
Hypothesis 6. Learning perceived by students has a positive effect on their 
expected grade.
Finally, Petruzzellis, D’Uggento and Romanazzi (2006) conducted a study to as-
certain the reasons for student satisfaction regarding studies and determined that 
the two most important factors were the ability to meet the students’ needs in 
general terms and the ability to achieve a good level of education. Therefore, those 
students for whom the perceived learning and expected grade are higher may show 
higher levels of satisfaction. Caballero (2006) verifi ed the positive relationship with 
academic performance achieved by students in terms of average scores and satisfac-
tion studies. Therefore, the following hypothesis can be posed:
Hypothesis 7 a-b. (a) The perceived learning and (b) the expected grade of stu-
dents have a positive effect on their overall satisfaction.
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TEACHERS’ MARKET ORIENTATION AND BURNOUT/ENGAGEMENT: 
EFFECTS ON STUDENTS
1. Teachers’ market orientation and students’ academic performance and satisfaction
Scott and Dinham (2003) argued that teachers occupy a crucial position in meeting 
the expectations and hopes of society in education and teaching as well as in achiev-
ing the realization of groups and individuals. At the university level, the academic 
staff is a key resource, because the level of performance in teaching and research 
activities largely determines the contribution that the institution makes to society 
(Capelleras and Veciana, 2004). Moreover, teachers should discuss learning strate-
gies to improve student performance (Gullason, 2009), such as the incorporation 
of marketing approaches, which are likely to produce better evaluations and de-
mands by the  students (Danko and Schaninger, 1988).
Thus, Marks (2000) noted the importance of the role of instructor/teacher (in 
the manner of organizing the course and behaviour in the classroom) in the perfor-
mance of 2,200 students. It is assumed that market-oriented teachers try new kinds 
of knowledge, produce new classes, and have new external relations with other 
colleges and universities as well as with people in their respective regions (Keith, 
1998). Therefore, this should generate a positive relationship between the teacher’s 
MO and the creation of value for the student (the perceived learning and expected 
grade of the student) and between the teacher’s MO and student satisfaction. In 
sum, the following hypothesis is raised.
Hypothesis 8. The teachers’ market orientation has a direct and positive effect 
on (a) perceived learning by students, (b) students’ expected grade, and (c) 
students’ overall satisfaction.
2. Teachers’ BO/E syndrome, academic performance, and student satisfaction
Evidence suggests that teachers’ attitudes and behaviours are the factors with great-
er relative importance to the quality of services in university education (Capelleras 
and Veciana, 2004). Cabrera and Báez de la Fe (2003) highlighted effort, dedica-
tion, and enthusiasm, which are related to teachers’ burnout and engagement in 
their work.
Based on the above, we consider the lack of motivation caused by the BO 
syndrome as one of the personal factors that infl uence not only the intensity or the 
degree of teachers’ orientation (MO), but also academic performance and student 
satisfaction. This phenomenon of BO can work to condition both oneself and the 
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people directed (Maslach, 2003). Thus, the fi eld of education has been considered 
one of the working contexts in which people are more likely to suffer from this 
syndrome (Maslach, Schaufeli and Leiter, 2001). According to the literature, the 
three-factor BO model of Maslach is the most widely used model in studies of 
teachers. It describes three types of symptoms or factors: emotional exhaustion, 
depersonalization or cynicism, and a sense of low professional accomplishment 
(Maslach, 2003).
More recently, research has attempted to ascertain the feelings contrary to 
BO. In this sense, engagement is identifi ed as a positive motivational concept 
(Knight, 2007; Schaufeli, Salanova, González-Romá and Bakker, 2002). It con-
sists of three components contrary to BO: vigour against emotional exhaustion, 
dedication against cynicism, and effectiveness against ineffi cacy (Maslach et al., 
2001).
In the fi eld of teaching, there are studies that show a relationship between the 
level of BO and certain personal and organizational consequences. This highlights 
the negative attitudes towards self and others. This negative attitude towards oth-
ers affects relationships with fellow teachers and students (Leiter and Maslach, 
1999). For example, Marks and Seashores (1997) found that teaching skills affect 
student performance. Lackritz (2004) proved that there was a signifi cant relation-
ship between teachers with BO syndrome and the learning and results achieved by 
their students. In sum, the following hypotheses are raised:
Hypothesis 9. Teachers’ burnout has a direct and negative effect on (a) learning 
perceived by students, (b) the expected grade of students, and (c) their overall 
satisfaction.
Hypothesis 10. Committed teachers (engagement) have a direct and positive ef-
fect on (a) learning perceived by students, (b) the expected grade of students, 
and (c) their overall satisfaction.
3. Teachers’ BO/E and their MO degree
Burnout is a rather psychological pattern of response that has harmful implications 
for the organization and/or individual (Maslach, 2003). Conversely, an employee 
who experiences vigour against emotional exhaustion shows high energy levels and 
mental endurance at work and the desire to invest effort in working. The extent 
to which teachers are psychologically better (E) or worse (BO) will incline them 
to take on market-oriented behaviours to a greater or lesser extent. In view of the 
arguments, we set the following hypotheses:
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Hypothesis 11. There is a negative relationship between the teacher burnout 
level and the degree of teachers’ market orientation.
Hypothesis 12. There is a positive relationship between the level of engage-
ment of teachers and their degree of teachers’ market orientation.
Finally, Schaufeli and Bakker (2004) argued that BO and E are negatively related. 
This assertion was supported by Maslach and Leiter (2001), who defi ned it as “an 
erosion of engagement” (p. 416), stating that what begins as signifi cant work be-
comes unpleasant and pointless. Thus, the energy turns into depletion, dedication 
into cynicism, and self-effi cacy into ineffectiveness. This produces the following 
hypothesis:
Hypothesis 13. There is a negative relationship between the level of engage-
ment of teachers and their level of burnout.
Figure 1 summarizes the relationships proposed in this section.
Figure 1. Teacher’s MO and BO/E
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METHOD
In recent years, there has been great academic interest in improving the effec-
tiveness of teaching in the discipline of economics (Gullason, 2009). This paper 
focuses on the Faculty of Economy at the University of Valencia (Spain), which 
currently serves about 9,000 students with a total of 448 teachers, both full-time 
and part-time.
To test the hypotheses, we considered two levels of analysis with two different 
samples. The fi rst relates to the students and the second to their teachers. Thus, 
using a convenience sampling method, it was possible to contact a total of 97 teach-
ers and obtain a fi nal sample of 45 teachers. Most respondents (66.6%) are aged 
between 34 and 43 years, at a rate that is nearly equal for men and women (48.9% 
and 51.1%, respectively). Regarding employment, 84.4% are full-time and 15.6% 
part-time. The research showed a template of relatively young teachers whose ex-
perience in the institution is mainly concentrated between 10 and 20 years (68.3%) 
and who are doctors (75.6%).
Additionally, each teacher was asked to distribute the questionnaires to their 
students during the teaching of one of his subjects in class time. They were intend-
ed to represent as many degrees and courses as the Faculty of Economics offers. 
This process resulted in a total of 932 questionnaires. These were completed by 
a 64.3% of women. Of the questionnaires, 57% refer to the opinions of students 
about subjects taught in undergraduate studies (fi rst and second cycle), followed 
by 33% that refer to subjects taught in reviews in diplomas (fi rst cycle). The opin-
ions of students who do not work were collected in 71.7% of questionnaires. This 
could explain the age range: a mean age of 22 years with students aged from 17 to 
54 years. It is true that those aged 17 to 19 are in the fi rst percentile. Note that the 
profi le of the sample obtained from students does not differ from the profi le of the 
population under study.
Both questionnaires used scales that were previously validated by the litera-
ture on educational psychology (Appendix 1). 
The smaller of the samples (teachers) and the size and nature of the different 
hypotheses conditioned the use of different statistical analysis techniques. First, 
the students’ performance model, level 1, was tested and validated. The structural 
equation model was used, the PLS (partial least squares), which does not presup-
pose a normal distribution of the data and can simultaneously assess the measure-
ment model and the theory. The estimation of the signifi cance of the parameters 
was performed by the method of bootstrapping with 400 sub-samples, with a sam-
ple size equal to the original sample of 932 cases. Thus, it could validate the tool 
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and test hypotheses H1 to H7. So, before to test hypotheses, and following the 
same procedure used in other studies (Chin, 1998; Loureiro and Miranda, 2011), 
psychometrics characteristics (reliability, validity and accuracy of the estimation) of 
the measurement model were verifi ed, as explained below.
The adequacy of the measures was studied through the evaluation of the reli-
ability of the individual items and the discriminant validity of the constructs (Vila, 
Küster and Pardo, 2012). By exploring the loading of the measures on their cor-
responding construct, item reliability was calculated. All the loadings of scales are 
proximate or exceed 0.6 (Hair, Sarstedt, Hopkins and Kuppelwieser, 2014). Com-
posite reliability was used to analyse the reliability of the constructs since this has 
been regarded as a more exacting measurement than Cronbach’s alpha (Fornell and 
Larcker, 1981). Because of composite reliability values exceed the threshold of 0.7, 
all constructs are reliable (Nunnally, 1978). 
The measures showed convergent validity because the AVE (average variance 
of manifest variables) was at least 0.5. The square root of AVE was used to evalu-
ate discriminant validity, which should be greater than the correlation between the 
construct and other constructs in the model. All variables have discriminant valid-
ity. In all cases, the HTMT (Heterotrait-Monotrait Ratios) surpass the value 0.85, 
confi rming discriminant validity.
Second, and in relation to the second level, the psychometric characteristics 
of the concepts relating to teaching (MO, BO, and E) were evaluated. It should be 
noted that the three concepts are multidimensional constructs, so it was necessary to 
evaluate the second-order model . As PLS does not allow researchers to work with 
second-order constructs, the method proposed by Wold (1982) was followed: using 
the indicators of all the fi rst-order constructs as indicators of the constructs of the 
second order. This method has been used in more than 2,000 studies (i.e. Aldás and 
Uriel, 2006). Following the same methodology than in the students’ model, after 
verifying the validity of the instrument, hypotheses H11 to H13 were tested.
Finally, and following González-Romá (2008), multilevel analysis (HLM) was 
applied, using the M + program, to test hypotheses H8 to H10 (the cross-level 
effect of the teacher aspects considered that can affect performance and student 
satisfaction). Specifi cally, cross-level effects models have been applied as they allow 
the relationships between different constructs at different levels of analysis to be 
specifi ed (González-Romá, 2008). Nesting of data occurs under the premise that 
certain characteristics of a teacher (MO, BO, and E) condition the result expected 
by students in the subjects taught. Due to multilevel models’ premises, two differ-
ent multilevel models (satisfaction and grade) were used for each of the variables 
affecting level two and level one (MO, BO, E).
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RESULTS
As explained in the previous lines, the analyses were carried out sequentially as fol-
lows: (1) the analysis of level one (students); (2) the analysis of level two (teachers); 
and (3) the analysis of the cross-level effects.
1. Level 1: students. H1 to H7
Having analysed the psychometric characteristics, the structural model was esti-
mated to test hypotheses H1 to H7 (Figure 2). The same procedure was followed 
as in the assessment of the signifi cance of the parameters (a bootstrapping of 400 
sub-samples of the original sample, 932 cases). Except for 4 cases (H3b, H4a, H5, 
and H5b), the standardized regression coeffi cients of the hypotheses are signifi cant 
and allow their acceptance. However, the results show the opposite sign to the one 
proposed in H1c (the relationship between self-effi cacy and outcome orientation).
Figure 2. Estimating the student’s structural model
* p < 0.05; ** p < 0.01
R2 (learning orientation) = 0.13; R2 (outocome orientation) = 0.02; R2 (orientation towads avoiding tasks) = 0.01; 
R2 (perceived learning) = 0.31; R2 (expected grade) = 0.22; R2 (satisfaction) = 0.46
Q2 (learning orientation) = 0.05; Q2 (goal orientation) = 0.01; Q2 (work avoidance orientation) = 0.01; 
Q2 (perceived learning) = 0.15; Q2 (expected grade) = 0.21; Q2 (satisfaction) = 0.42
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Figure 2 shows the variances of the dependent variable explained by latent con-
structs that are predicted by R2. Except in two cases (performance goal orientation 
and work avoidance orientation), the value 0.1 is exceeded. Thus, for a sample of 
932 cases and an independent variable, R2 values of at least 0.001 were obtained, 
reaching a power of 80%. The predictive signifi cance was estimated by a procedure 
of blindfolding (the statistical Q2 is positive in all cases).
2. Level 2: teachers. H11 to H13
After analysing the model of level one, the relationships were evaluated in the model 
corresponding to level two for teachers. To test the psychometric properties, the 
relationships established in hypotheses H11 to H13 were analysed. A bootstrapping 
test of 400 sub-samples, with an original sample size of 45 cases was performed.
As shown in Figure 3, the results support hypothesis H13 (a negative relation-
ship between BO and E). However, it is not possible to accept hypotheses H11 and 
H12, that is, the direct relationship between the level of BO and the teacher MO 
(H11) and the level of E and the teacher MO (H12). Additionally, the R2 obtained 
for the MO has a value less than 0.1 (the explanatory power is reduced), although 
the positive statistical Q2 indicates that, even when leaving out important vari-
ables, the prediction of the teacher MO variable that arises is signifi cantly better 
than random prediction based on the mean values of each variable. The justifi ca-
tion can be found in the MO must be explained by other variables. It is also pos-
sible that this orientation may be resistant to both the decay process (burnout) and 
the reverse process (engagement). 
Figure 3. Estimating the teacher’s structural model
R2 (MO) = 0.03; R2 (burnout) = 0.40
Q2 (MO) = 0.01; Q2 (burnout) = 0.21
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3. Teachers’ cross-level effect on students. H8 to H10
Prior to the study of the cross-level effect (H8 to H10), the variability between 
and within groups (model one ANOVA) and the relationships established at level 
one (students) between the concepts overall satisfaction, perceived learning, and 
expected grade (model two was analysed with random coeffi cient regression) were 
determined. The results advocated the continuation of the study. Additionally, the 
model fi t’s results show that models 2 represent a signifi cant improvement over 
models 1. Finally, we analysed models 3 that introduce the cross-level effect. Be-
cause of the hypotheses raised and the existing relationships between the variables 
in level one, twelve models 3 were required (Table 1).










H8a. MO -> PL 1863.72 (3) a 1860.78 (4) 2.94 (1)
6.63 (1df)***
2.70 (1df)*
H8b. MO -> Grade 1816.12 (5) 1814.72 (5) -- --
H8c. MO -> GS 1685.77 (5) 1679.38 (5) -- --
H8’c. MO -> GS 2022.11 (5) 2010.07 (5) -- --
H9a. BO -> PL 1863.72 (3) a 1863.31 (4) 0.41
6.63 (1df)***
2.70 (1df)*
H9b. BO -> Grade 1816.12 (5) 1815.35 (5) -- --
H9c. BO -> GS 1685.77 (5) 1685 (5) -- --
H9’c. BO -> GS 2022.11 (5) 2021.34 (5) -- --
H10a. ENG -> PL 1863.72 (3)a 1863.31 (4) 0.41
6.63 (1df)***
2.70 (1df)*
H10b. ENG-> Grade 1816.12 (5) 1815.68 (5) -- --
H10c. ENG -> GS 1685.77 (5) 1685.16 (5) -- --
H10’c. ENG -> GS 2022.11 (5) 2021.19 (5) -- --
* p < 0.1, ** p < 0.05; *** p < 0.01
a. It has taken the desviance of the model 1, because this does not exist in model 2.
DISCUSSION
Different conclusions and implications of the results were derived, but they must 
be interpreted in the context and nature of the research carried out, limiting the 
generalizability of the results. Thus, the research has an exploratory nature.
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Regarding level 1, students, the results reinforce the idea that the perceived 
perception of students is a key to the successful development of actions that are 
conducive to personal success (Caballero, 2006). Thus, in line with previous stud-
ies, a positive relationship between self-effi cacy and learning orientation and a neg-
ative relationship with task avoidance orientation occur. The relationship between 
self-effi cacy and performance orientation has proved signifi cant in this study, even 
more strongly than that obtained between self-effi cacy and work avoidance orien-
tation. The reason could be competitive students; students with high perceptions 
of their ability to carry out their tasks successfully are highly motivated to achieve 
more and better performance than their peers. Additionally, self-effi cacy has been 
revealed to be benefi cial to improving student achievement (perceived learning 
and expected grade), supporting the argument given by Caballero (2006). It can be 
concluded that students’ confi dence in their own abilities allows them to make bet-
ter use of their knowledge and skills related to the subject in question and therefore 
to consider that their academic performance is higher (Seifert and O’Keefe, 2001).
As for the orientations/student motivations, we only found two signifi cant 
relationships against the proposition: (1) orientation or motivation to learn infl u-
ences directly the perceived learning and indirectly through the expected rating of 
perceived learning; and (2) performance goal orientation has a positive and signifi -
cant effect on students’ expected grade. It can be concluded that the orientation 
towards learning and the results-oriented approaches do not oppose the motiva-
tion approach. That is, an individual can be simultaneously learning-oriented and 
goal-oriented (Harris, Mowen and Brown, 2005).
Alongside these two orientations, work avoidance orientation is envisaged. 
However, the results show a negative relationship with perceived learning and ex-
pected grade, although these relationships are not signifi cant. The justifi cation can 
be found in the conclusions drawn by Meece and Holt (1993), who found that these 
orientations are not exclusive. Moreover, a work avoidance orientation implicitly 
can occur in students with low learning orientation and/or low goals orientation.
Finally, the results show that perceived learning has a positive and signifi cant 
effect on the expected grade and on the overall student satisfaction with the course. 
Similarly, the expected grade shows a positive and signifi cant relationship with 
such satisfaction. Thus, a student who is aware that he is learning will be more con-
vinced that it is possible to obtain a higher rating and this will lead to greater sat-
isfaction with the course. However, the results still reveal something else: the fact 
that learning can generate student satisfaction, regardless of the expected grade.
Regarding level two, teachers, Elzinga (2001) noted that teachers are aware of 
strategies to improve their teaching, but do not use them, as the yields from such 
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efforts are not high enough. However, the overall conclusion of this study is that 
the teachers analysed strive to direct their activities towards the environment in 
which they work, developing behaviours aimed at satisfying the wants and needs 
of their students.
Similarly, the teachers surveyed showed reduced burnout, with high levels of 
engagement. Because of the characteristics of the work of teachers and the diversity 
of activities throughout the academic year, it is normal to fi nd times when teachers 
are more stressed than others. Thus, the time course can be predetermined, and 
time is spent very unevenly among teachers (Moriana Elvira and Herruzo Cabrera, 
2004). The period of data collection took place between October and November, 
which are less stressful than July, September, or December, coinciding with the 
beginning and end of semester periods. Additionally, the diffi cult economic situa-
tion and the civil service provide some security and stability conducive to the job 
satisfaction of university teachers.
The description, together with the small sample size and the high concen-
tration of scores, may have caused the lack of a signifi cant relationship between 
MO and teacher burnout and between MO and teacher engagement. However, 
according to the literature (González-Romá, Schaufeli, Bakker and Llorens, 2006), 
burnout has proven to be opposed to the level of engagement of teachers. There-
fore, energy turns into exhaustion, dedication into cynicism, and self-effi cacy into 
ineffectiveness (Knight, 2007).
In short, the teachers interviewed, on average, can be defi ned as teachers who, 
regardless of whether they have support or not from the institution concerned, di-
rect their activities to meet student needs and create an offer of educational value. 
They have not lost interest in their work nor are emotionally exhausted. They 
have high doses of vigour and dedication; this is engagement or commitment to 
the task. However, the results should be interpreted with caution considering the 
sample size.
Finally, it was found that the teacher’s role is indeed a determinant of the 
results achieved by the students (cross-level effect). Thus, the efforts of teachers 
to orient their tasks translate into higher perceived learning by the students and 
greater satisfaction. Regarding the expected grade, the effect of OM occurs indi-
rectly through the relationship of teacher MO with perceived learning. By its ac-
tion, the faculty becomes responsible for realizing the achievements of groups and 
individuals (Scott and Dinham, 2003).
We could not fi nd an effect of the burnout and engagement of teachers on the 
academic performance expected by the students or on their overall satisfaction. A 
possible explanation is that teachers tend to hide their level of motivation, whether 
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high or low, compared with the classroom motivation. Their level of responsibility 
towards their work leads them to design and update the contents of the subjects 
that they teach, to meet with colleagues, and to contemplate the training needs of 
enterprises, among others. Therefore, the results have shown that teachers, what-
ever their mood, strive to bring orientation and added value to student behaviour. 
Future studies could analyse the qualities a teacher should have, following 
previous studies (i.e. Cañadas and Cuétara, 2018), not only in distance learning, 
but also in other contexts.
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APPENDIX 1
Scales used in the research: The Students





Anderman and Roeser 
(1998)
OA
OA1 I like class work that I’ll learn from even if I make a lot of mistakes 
OA2 An important reason why I do my class work is because I like to 
learn new things 
OA3 I like class work best when it really makes me think 
OA4 An important reason why I do my work in class is because I want 
to get better at it 






Anderman and Roeser 
(1998)
ORDO
ORDO1 I want to do better than other students in my class 
ORDO2 I would feel successful in class if I did better than most of the 
other students
ORDO3 I would feel really good if I were the only one who could answer 
the teacher’s questions in class
ORDO4 I’d like to show my teacher that I’m smarter than the other 
students in my class





OET1 At school I hope that we do not get any homework 
OET2 I like school best when there is no hard work 
OET3 At school I like to do as little as possible
Self-effi cacy
Greene and Miller 
(1996)
AUTO
AUTO1 I’m sure I can get good results with this subject if I put my mind
AUTO2 If I do not understand any aspect of this subject, I persist until you 
understand
AUTO3 Just knowing that there are people who have not pass the subject, 
makes me more determined to get good exam results
AUTO4 I hope to be suffi ciently prepared to successfully face this exam
AUTO5 I tend to postpone handling problems related to this subject when 
they appear
AUTO6 No matter how hard I try, I do not get progress on this subject
 [CONTINÚA EN LA PÁGINA SIGUIENTE]
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CONSTRUCT/SOURCE FACTOR INDICATOR ITEM
Self-effi cacy
Greene and Miller 
(1996)
AUTO
AUTO7 At the end, I am convinced that will understand the aspects of this 
subject not yet in control
AUTO8 I hope to give the best in my examination
Perceived learning
Marsh (1987), Marsh 
and Hocevar (1991)
AP
AP1 What I learn in this course is important
AP2 This subject is very useful
AP3 This is a very interesting subject
AP4 This subject is stimulating and challenging
AP5 I learned things on this subject that I consider valuable
AP6
My interest in the contents of this subject has increased as a result 
of having completed
AP7 I have learned and understood the contents of this subject
AP8
Since the beginning of the course to date, how has your interest 
evolved for this subject? (Think of the teacher’s work, content, 
etc.)
Expected graede
Fenollar, Cuestas and 
Román (2008)
NE NE Which grade you expect to get in this subject?
Global satisfaction SG SG Which is your global satisfaction with this subject?
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Scales used in the research: The Teachers 






AG1 I feel emotionally drained from my work
AG2 I feel used up at the end of my workday
AG3 I feel tired when I get up in the morning and have to face another 
day on the job
AG4 Working all the day is a tension for me
AG5 I am ‘burned’ for my work
CIN
CIN1 I lost interest in my work since I started in this job
CIN2 I have become less enthusiastic about my work
CIN3 I’ve become more cynical about the usefulness of my work
CIN4 I doubt the importance and value of my work
Engagement
Utrecht Work Engagement 
Scale-UWES
VIG
VIG1 At my work, I feel bursting with energy
VIG2 I can continue working for very long periods of time
VIG3 When I get up in the morning, I feel like going to work
VIG4 I’m very persistent in my work
VIG5 At my job, I feel strong and vigorous
DEDIC
DEDIC1 My work is challenging
DEDIC2 My job inspires me
DEDIC3 I am enthusiastic about my job
DEDIC4 I am proud of the work that I do
DEDIC5 My work is full of meaning and purpose
Market orientation
(Flavián and Lozano, 
2003)
OM_GI
OM_GI1 Often I analyze information on the environment, to adapt the 
topics of my courses
OM_GI2 I am receptive to suggestions made by fi rms in our environment, 
about the contents of the courses that I impart
OM_GI3 Often I analyze the future needs of businesses to be covered by 
my trainees
OM_GI4 I analyze the results obtained by my students during the 
development of their internships
OM_GI5 I know the degree of diffi culty and the interest that each course 
has for the student
 [CONTINÚA EN LA PÁGINA SIGUIENTE]
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CONSTRUCT/SOURCE FACTOR INDICATOR ITEM
Market orientation
(Flavián and Lozano, 
2003)
OM_DI
OM_DI1 I keep formal and regular contacts with other teachers to discuss 
the development of our educational work in the institution
OM_DI2 I spend time discussing with other teachers about the needs of 
students in terms of specialized courses, seminars, company 
visits, etc.
OM_DI3 Regularly, I spread among my colleagues and / or students 
information about changes in the socio-cultural environment
OM_DI4 When something important happens to a student in my class, I 
make of his knowledge the person concerned in a short time
OM_DI5 I show a positive attitude to the possibility of making changes in 
my educational services (schedules, content, etc.)
OM-RI
OM_RI1 Periodically I review and update the content of my courses to 
adapt to the changing socio-economic environment
OM_RI2 Periodically I check my way of giving classes to adapt to the 
training needs of students
OM_RI3 Overall, my response to the changing environment is fast
OM_RI4 I worry about my daily activities to develop coordination with 
teachers that match my area
OM_RI5 Thoroughly I analyze the suggestions and demands made by the 
public authorities, for possible inclusion in my subjects
OM_RI6 I study in detail the suggestions and demands made by 
companies, for possible inclusion in my courses
OM_RI7 Thoroughly I analyze the suggestions and demands made by 
students, for possible inclusion
OM_RI8 At the beginning of the academic year, I have formalized in writing 
the thematic content of each of my subjects
